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The reqular malaise that manifests itself in the

results, its identity, could well be caused by the difference between
its philosophical assumptions and those of its clients. Fducational

evaluation has inherited the positivist philosophical tradition
through ties to American psychology.

Its clients almost invariably

hold the convictions of the philosophy of common sense, which is
fundamentally opposed to posivitism's reduction of persons to "its",
The moderate realist philosophical position is not reductionistic in
this way. It is open to all methods of scientific investigation, both

those approved and disapproved b

{Author)

y the rigorcus scientific tradition.
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The Moderate Realis
as the Base for hducat:

Thomas McXNamara
School District of Philadelphiz

Introduction

This is not meant to be an exercise in Imposition of & certain
philésaphiaal point of view. The argument of the paper is rather that,
while numerous prescriptions have been wri:ten for «ducational evaluation's
regular manifestations of self-doubt, the passibili;y of philosophical
malady has been overlooked, and there would seem to be a good case for
examining the patient again, this time subjecting it to the saemingly
always uncomfortable G-I series of philosophical questianingi It is this

kind of examination that follows, first looking at a possible central

o

source of educatiomal ava.uation's 1ills in the discrepant philosophies
of evaluator and Evaiuated; then briefly digressing on the topic of the
general need for philosophic clarification of one's assumptions in a
profession such as educational evaluation, and finally~suggésﬁiﬁg that

the moderate, or nlassical, realist philosophical position seems to offer

implications of this position for evaluation, and citing the Iinfluence
of this position on the design for the evaluation of the Follow Through
Program in Philadelphia.

Educational Evaluation's Discontent

The Phi Delta Kappa National Study Committee on Evaluation (1971)

thoroughly examined its perceptions of educational evaluation's "illness"
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in terms of the eizht svmptoms: (1) avoidance (27 'anxicey, (3) immobilizatvion
=1 £ h . 3 - 3

b

(4) skepticism, (3) ack-of-guidelines, (6) misadvice, (7) ne=gignificant

differences, and (8) missing elements.

Stake and Denny (1969) had earlier, in secarch of better definition,

sassociartion of educerional evaluation from

-

argued for sensible 4

.educational research, noting the rigid, rarcfied context of regearch in

its striving to always conform to the ideals of classical experimental
design in every way possible, while educationzl evaluation nas the
overriding aim of adequate assessment of educational programs for
administrative decisions, regardless of classical experimental ideals.
They also, and perhaps especially, felt it important to show that tharé
was no identity relationship between program evaluation and individual
assessment, though the latter might well be a partial contributor to
evaluation. In pursuing further clarification of definition, Stake
(1970) issued a plea that educational evaluation acknowledge its very
important responsibility to process "data that reflect judgment of what

education should accomplish."

The principal issues and obstacles surrounding the evaluation of
social pragréms were still seen by Caro (1971) as problems of definition,
Methodology, roles in program devélcp@Eﬁt, di%tincti@ns among various
forms of research, and problems of inzaffélatignships between evaluators
and the adminigtrativa organization. One Eas only to peruse the paper
and symposia abstracts of the 1972 annual meeting of AERA, and the

prospectus for the 1973 meeting, to see that almost all of these issues



continue to receive considera-ie artcention. ferhaps tinils priel review

of the evaluation profession's discontents cannot be butter sunmarized
than by pointing to the underlying sericusness of Stake's (1972) tongue~
in-cheek remarks on the "Seven Principal Cardinals of Educational

Evaluation:" TParity, Ubiquity, Diversicy, Utility, Redundancy, Ambiguity,

and Generalizability,

An Overlooked but Very Flausible Reason for the

of Philosophies.

The initial thesis of this paper is that a very fundamental
problem haszbeen bypagseﬁ in all the professional literature on educational
evaluation's malaise. That problem is seen to lie in the lack of
eduzatiénal evaluation's examination of its philgsaphicél assumptions
and the consequent disregard for the very important fact that there is

a basic divergence in these assumplions between itself, its clients, and

the evaluated.

There is little hesitation in making the statement that philosophy
is something the scientific side of education would rather have as little
as possible to do with. In this it follows very Qlasely in the American
scientific traditian; as that tradition was taken over by the new,
"emancipated" (from philosophy) American psychology at the turn of the
century. The paradox here, of course, is that this antisphilascphiCEl-

tradition is essentially a philosophical position that can be categorized

as that of logical positivism, without having to apologize very much for

O

overly simplistic labeling. It is the contention of this paper that here
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lies the crux of a major portion of educational evaluation's uneasincss.
Much éf what will be said applies equally well to educational research,
which has its own diséancaﬁtsi and which will enter into che discussion
of philosophical foundations below, but the focus here wiil be primarily

on evaluation.

The real world of education is evaluation's terrifafy. An& it is

a very real wgrid for all those who work in it; for the principals, the
teachers, the students, as well as for all the heads of administration

who commission evalautions. The people who have anything to do with the
running of schools invariably give recognition to this reality, whatever
level of educational sophistication may appear on their diplomas, through
adoption of the philosophy of common sense. They accept thiﬁgs as real,
people as of a lLigher order than animals and inanimate objects, knowledge
as knowledge of real entities independent of themselves; in short, they
accept as givens all that everyday life assumes t@zbe realities, as do éll
human beings, without exception, in by far the predominant part of day-to-
day living. (Those whose studied philosophical persuasion is at udds with
the philvsophy of é@mmén sense would have a very difficult time convincing

anyone else that this persuasion influences more than a very minute portion

of their daily activities.)

On the other hand, the positivist traditiom that pervades educational
evaluation, as the offspring of an educational research tradition with
E£

immediate ties to the prevailing thought in American psychology, differs

from this common sense philosophy in at least one very crucial respect

ERIC
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(this one principal difference will constitute the central mattver for

consideration throughout the rest of the paper). Positivism, by definition,

must reduce everything to "it" status, and further, has no obligation to

acknowledge that it is indulging in reduction. The basic tenet of the

rédar: "igs"

o]

position is that everything and everyone are all of the same

course, and

(]
W

pure and simple. The»view completely simplifies matters, o
allows one to proceed at full speed, arm in arm, wi;h the physical sciences
in their approach to scientific investigation, with only éame (logically
begrudging) gestures in the direction of Lhe philosophy of g@mmén sense's
convictions regarding people as being of a higher ovder than things,

Positivism shrugs off the people business as "epiphenomena."

The moderate tealiét philascphiéal pasitian;:an the contrary, is a
pcsition that has always been élmsely allied to the convietions of common
sense, while being open to all metheds of investigation. Its opénness
stems, paradoxically pefhaps, frgm its non-reductionistic views on persons.
Eefare-diggussing moderate realism in more detail however, the preceding
statements require further substantiation and expanded c;ﬂsideratién to
supply an adequate context for the ensuing discussion.

The Need for Explicit Examination of Philosophical Assumptions in

Educational Evaluation.

The professional literature on this subject has yet to méke educational
evaluation the starting péiﬁt for its arguments. The logic of this paper
would hold that what is said regarding the pafent disciplines of psychology
and educational research in this respect applies all the more to Ehe realk

world situation of educational evaluation.
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Eacker (1972) reminded psychology recencly of

Iive alanentary
philosophical problems inherent in its concerns, the problems of:

(1) Mind-Body, (2) Metaphysics, (3) Reification, (4) Explanation, and

(5) ;ausality! He considers the. five issues elementary since most
psychologists will have become familiar with them to some extenc;
philosophical, "in the sense that it is unlikely they will be solved by
laboratory investigation,' and problems, "in the sense that both philosophers
and psychologists have apparently found it necessary to give them some
consideration bgt have resolved these, if at all, in somewhat different

12

[

ways.'" While he stresses the very real

i for psychology to take these
problems seriously and not dismiss philosophical contribution to their
resolution, Eacker seems to favor a philosophical positicn close to the
reductionist stand of positivism. On the subject of common sense, he
notes that it 'has its defenders, and there is probably nothing basically
wrong with it," but then sees common sense solutions as a possibie
hiﬁdrange to the 'development of a science, especially one that originated
in and eventually will have to axplain,-if it cannot mow do so, common

sense behavior itself."

The /lst Yearbook, Part I, of the National Soeciety for the Study

of Education (NSSE) was devoted to '"Philosophical Tedirection of

assgmptians ig clear from the title, but two chapters have a special

pertinence at this point. Petrie (1972) in questioning the meaning of

"facts" supposedly being observed in the testing of theories, makes the

o e bt .
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statement: ... the only ultimate way to justify a positicen and defend

it against plausible rivals is by means of a dacailed theorerical cum

empirical cum philosophical exposition of its own principles and a

similarly detailed poiemic against the rival positions in their own

terms," HawkinSf{l972) in the same volume, -in a discussion of the seope
L‘ .

j = = L,s",,; = = o a sl
of education in relarion to the theory of human nature, makes note of

the fact tha. only a part of scientific theory "is determined by

Empirigal evidence supporting specific, te.table generalizations."

The other part, according to Hawkinsggg;ywlves around "some framework

of categories and beliefs brought to the gathering of evidence and.

linked by boundary assumptions which suggest the kindé of generalizations

to be sought and tested and the sorts of inferences these géﬁéfal%gations
will sustain.'" His reference to "categories and beliefs' is clearly related
to his entire stand on three philosophical p@stuiafes underlying the

classical theory of human nature: (1) equality, (2) freedom, and

(3) rationality.

Scriven (1964), in final comment on the Rice University symposium on
behaviorism and phEﬁpmenalggy, that had as participants, S. Koch,
R. B. MacLeod, B. F. Skinner, C. R. Rogers, and N. Malcolm, found thirteen
phiicscphical topics "involved, on stage and behind the scenes, in the
course of this Sympasiumih He recommended discussion of the topics as
being of great benwfit to "the psychological theorist or the person
interested in the application of psychological theories or even the person

who is simply interested in theory as a means toward doing good research."




isted them, the thirteen topics were: (1) theories of

[fmdt

As Scriven

theories

[y

valuating

definition, (2) the nature of and the criteria for

themselves, (3) laws, (4) explanations, (5) the relation of science to

e

philosophy, (6) the relevance of computer simulation to psychological
theories, (7) the other minds problem, (8) the problem of the inverted
spectrum, (9) the mind“b@dy'relazianship} (10) the private language
problem, (11) the difference between justification of methodological

positions and ontological positions, (12) the "nmature of man" problem,

~and  (13) the problem of reconciling free will and determinism.

Martin (1964), in commenting on the structure af‘knawleﬁge in the
social sciences, makes the statement: "To be iﬁtgllacﬁually sophisticated, : -
and not naive, is at minimum to be aware of one's presuppositions. There
is no (phil@saphicaliyj presuppositioriess science." In an earlier work
(Martin, 1957), he concluded that social sciences, which iﬁciude education
anﬁ psychology, are best categorized as "practical éCiEECEE;" scilencas
dealing with "knowing about acting." He does not mean by the term
"pfagtical” that zuch disciplines are not theoretical, but that they are

not theoretical in the sense in which experimental sciences, as

autonomous disciplines, are theoretical, or in the sense in which :
- métaphysics is theoretical, According to Martin, propositions .
characteristic of the three disciplines would be as follows:
’ Ap;;ngmpusrgggégimgntalfsgigngg; "There is a
Aralati@ﬁship between malnutrition and learning
disability." :

ERIC | , o
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Metaphvsics: 'Whatever cenforms to neing, ur the

it
2

g

ultimate nature of things, is goo

.
S

Practical Science: "A human being should strive to

achieve full intellectual “evelopment.”
The "should" is the hallmark, for Martin,of practical sciences (social
sciences), which he sees as synthetic disciplines constituted by both

an experimental science aspect and by metaphysics, neither of which

can be raduced to the other.

By way of final remark Dﬂ=thi5 section, the position of the late
G. W. Allport, one of the most respected of Ameriéal Psychologists
(although admittedly onme of the most céhtraversigl, especially to
those influenced to a large degree by the reductionism of the 1égicai
positivist view), called for continuous cooperation between philosopher
and psychologist, as in the statement, 'The psychological analysis of
human personality must come to terms not only with art but also with

philosophy.”" (Allport, 1960).

It is not so much that éutaandsaut pcsitivism is enthusiastically
as;éused and constantly shouted from psychological and research (and
evaluation) rooftops these days, as that it lingers on in countless
ways, and, perhaps mostly in unconscious fashion, has become an

unchallenged axiom in the operating creed of these disciplines.

Scriven (1972) considers objectivity and subjectivity in

educational research in what he considers "a study in the evils of




ideology.” iIn an introductory statement to lids discasSion a¢ sels

toriec as follows:

Well, dustbowl empiricism and radical behavierism nad
~their day, but the task for us now is principally to
realize how much damage they nave left behind that we
have not yet noticed or reconstructed; and chat is

. the concern of the rest of this essay. The problem

' is not just that the rubble gets in our way. 1If we

cannot straighten out the situation, we are coomed
to suffer from the swing of the pendulum in the

‘ other direction, a swing which it is easy to see
impliecit in the turn toward irratiomalistic,
mystical, and emotional movements thriving in or
on the fringes of psychology today. There is much
good in them on their own merits, but the ideology
that is used to support them is likely to breed the
same intolerance and repression that the positivists
spread through epistemology and psychology for a
quarter century.

(Scriven, 1972, p. 97)

‘of positivism's legacy.in the form of the "fallacy of intersubjectivism.”

His coaclusions are found in statements like the following: "Truth is

no more the property of the mob than it is private property; it is an

ideal to which we approximate through both introspection and public

inspection. Moreover, we adjust each in the light of-the other."

The Rice University sympasiu§ on béhagicrism and phenomenology
vas mentioned above. The reméfks of Koch (1964), MacLeod (1964), and
Malcolm (1964); symposium participants, on behaviorism, considered és
thé counterpart in psychology of positivism in philosophy, are very much
to thé ggint here. Koch méde it clear tbat; iﬂ his opinion, psychology
had been too patient for too long with those whaée appf@aéh is positivistiec.

He rejected behaviorism-positivism both on metaphysical and on methodological
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grauﬁdsi: While admitting that, in terms of metaphysics, ne is at a loss
to refute "a truly obstinate disbeliever in:miﬁd or experience," he
fféels Ehat it can be fairly clearly shown that "the conception of science
which it (behaviorism-positivism) presupposes...does not accord with-
éraéticé»even in those sciences which the ?ééitiéﬁ,ﬁQSE wisnes to
emulate," and further, "its methodic prap@éals have had extfemely

onsequences for empirical problem selection and trivializing

2]

restrictive

effects uponthe character of what are accepted as 'solutions' by a large

segment of the psychological community."

,vHéQLéGd, although not framing his statements in the form of a
éiréct érgument agaiﬁst Eehaviprism and positivism, insists that ''what
r'wergsed'ta call 'consciousness' still can and should be studied."” He is
not sure whether "this kind of study may be called a science" but makes
the following telling comments:

To be a scientist, in my opinion, is to have boundless
curiosity tempered by discipline. Curiosity transforms
every unknown into an inviting problem; methodology
provides the necessary discipline. There have been
times in the history of the sciences when weakness

in methodology has permitted irresponsible speculation:
there have been other times when concern for rigor of’
method has become so passionate as to rule out problems
to which existing methods cannot be readily applied.
Titchener and Watson belong, I think, in the latter
category. Psychologists in their time were terribly
concerned about wiping away the stains of philosophy
and making their subject look and sound like physics

or biology. They were successful to some extent, and
perhaps. it was a good thing. Today, a half century
later, & do not find myself worried about psychology's
status as a science; there are too many problems which
strain our present methods and too many inviting phenomena
for which we have not discovered an adequate language.

(MacLeod, 1964, p. 72)
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Malcolm stresses n@t'@ﬁly the positivist fauﬁéaziass o
but, more specifically, sees it as an offshoot-of the "phil@saphicél
doctrine of hﬁsigalism,lwhigh was expounded by Rudolf Carnap and other
members of the so-called Viemna Circle." He thinks it an untenable
pésitian bécéuse of "its tfeatmenﬁ of psych@l@gicai,sentaﬂées in the
first-person-present tense.'" For Malcolm first persgn‘stataméﬁts are
iﬂdiéazive of man's "puzzling status as a subject and a person," are
of crueial imp@rténce in understanding man's use of language (which
Qharagteriées his essential difference fram‘@Eth animals), and have
two extremely important characteristics: fl) "theg are n?F nade on
the basis of any observation,” and (2) "they aée 'autonomous' in’tﬁe
Séﬂsé that, for the most part, they cannot be 'tested' by checking them
against physigal events and circumstaﬁces, other than the sﬁbject's_awn

testimony." He summarizes behaviorism's (positivism's, physicalism's)

shortcoming as being '"that it regards man as solely an object."
g £ g Llely =bJ

One final note before leaving this subject. An ideal positivist
corollary would have man reducible to a computer, Creamer (1972) |
notes, in discussion of the possibility of computers playing chess
perfectly, that no :@mputEf could possibly manage a 25-move game,

"well below the 40 to 45 good players average.'




Moderate (Classical) Realism and Its Implications for Educational Evaluation

By way of introduction to this section, some esnlightening remarks by

Scriven (1964) on the limitaﬁiaﬁs of psychology furnish excellent perspective.

He reminded psychology that, as a science, it was "essentially defined or

limited in three ways, the first of them unique.' The three limiting factors

are: (1) common sense; "it not only steals the easy pickings from the field

set of extrémely embarrassing questions," (2) 'its (psychology's) territory -

== bio-

is restricted and, indeéd, constantly being annexed Ey other sciences
chemistry, biology, genetics, biophysics, physiology, neurophysiology, and

s0 @n,f and (3) "It is perfectly eésy to demonstrate that a great many =
psychological problems are not going ta‘admit af a precise, simple, Newtonian ¥

] -, .
solution in terms of accessible psychological variables."

It is the central theme of this paper that, while positivism, and all
its behavioristic descendants in psychology, -have ignored these limitations,

existence (certainly at least as regards Scriven's first and third limitations),

all the while passing on this bias to educational research, and then on to
educational evaluation, the philosophy of moderate (classical) realism not
only accepts, but prizes these limitations and makes the most of them.

Moderate Realism, furthermore, is a philgsa?hical position that has always

[
3
3
4
i
3
3
2
‘( -

been closely allied to the world of common sense, always taking its basic

cues there and trying to eliminate only its inconsistencies.

ERIC
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Broudy (1961), one of the most prominent exponents today of
Moderate, Classizal; Realism, characterizes the position in the following
brief statement explaining why it is called Classical (Moderate) Realism.

Realism, because it accepts as regulative principles

the idea or a . truth independent of the individual

knower, and the idea of structures in the universe,

man, and society that are normative for man's striving
toward the good life and for the education that will

help him to achieve it; Classdical, because the funda-
mental notions about the structure of human personality,.
its goals, and its destiny owe much te the theories of
Plato and Aristotle. :

It is my conviction that such-a view, freed from distorting
historical accretions, is a highly perceptive and
intelligible account of human experience--an account that .
_many modern theories of persomality and education knowingly
or unconsciously presuppose.

(Broudy, 1961, p.viii)

Broudy and ngéin (1957, 1964), another prominent philosophé: of the
Mﬁderaﬁe Realist Qﬁnviiﬁiﬂﬂ; consistently stress the necessity for a nen-
reductionistic approach to persons, in direct opposition to ﬁosiﬁivismi
Martin (1964) does‘agkﬂéwledg;qéltém'Qrar; form beréduetinnism, "if con-
sciously made and féé@gﬁizéd-ﬁ Withéut:this ackﬂcwlédgéﬁéﬁti "there ié—
Ehevdangeg of fallipg into whathhitehead!calis the 'fallacy of misplaced
concreteness,' for an epistemological abstraction is sub;titutad;fcr, aﬁdl
confused with, real existential huméﬁ béiﬁgé-"‘ On EhEAsuﬁjéét of ''real
existential human beings," Maéerate Realism nét only avoids the reiuctioné
ism of thé pasitivisé view?‘but also steers.clgéf of the complete subjectiv—
ism and solipsism 1ogicallyrimplied in most phenomenological and existential

views of human nature, It argues that knowledge of the individual person

I VA
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. this paper, the primacy of persons in

is only satisfactorily explained, consonant with all asgaézs,af our con=
ceptual Rnawing process, through the mediation af-agr minds' power to
become identified with abstracted forms. As Br@ﬁéy (i?éé)kéays, "there
is no way avan'naﬁ of speakiﬁg preciseiy and conceptually about the
subjective reaim of life. This realm is incorrigibly telaological and
can be_underStaed only in dramatic terms —-- aﬁ agents and Dpponeﬁts,
béginnings, climaxes, and resolutions." In passing, it should be noted
that the Mcderate Realist position would certainly ﬁét agree with

Weimer's (1973) recent statement atzfibuting the origins of pcsitivism

-to Aristotle, while at the same time joining him in his regard for

Plato, his refutation of positivism, and possibly also in part, his

reinterpretation of the Platonic doctrine of forms and anamnesis, which

subjects it would feel open to pursue perhaps in terms of De Chardin's

(1965) theory of the culmination of evolution in the development of man,

or as Huxley (1965) put it, in that stage of upward development where

"evolution was at last becoming conscious of itself.” This is not the
place to continue an extended discussion of all aspects of Moderate Realism,
Some further appreciation for its breadth of view, its openness, while being

solidly tied to the fundamental wisdom of common sense, should be gained,

however, as the discussion returns below to the primary consideration of

ts conception, and the implications

i

is conception for educational evaluation.

As a philosophical base in education and educational evéiuagian,
Moderate Realism holds out for, and can present impressive arguments in
favor of "muddying' positivistic designs that disregard persons as persons.

of
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Whnile it stands for this person "anuisance,' however, it remzias wide
open to philosophical insights, psychological and educational theories,

and scientific methodologies that are consonant with or can be re-

interpreted in accordance with its basic reverence for common sense and

the nonreductionistic view it holds regarding persons. - It can make use

o

'f‘all methodologies presently employed; it simply is alert to reduction-
ism and retranslates it back inté unreduced form for all reporting. A
major advantage of the positiéﬁ; furthermore, is that it éaﬁ embrace other
methad@logiag that the pgsitivistvtféﬁitién night consider gnazhéma, and
unite them as common scientifdic prczaaures in purguit;ﬂf what ié more
precise truth about humans. In sum, the moderate realist ﬁcsitiaﬁ would
urge the use of all the “@bjecﬁive" infarmaﬁion’gathering processes
possible, ﬁiéh the proviso that one not be lured by secientific pérsimony
to the exceﬁtrof ignoringvail the proof rggarding the séécific casé of
human beings. That specific casermakes it continue to defend "subjeéﬁive"
data on a par with the "objective.' BEYOﬁd'EhiSQ it relates to the world
of the evaluated iﬁ diréctly understandable Eérms, not gbddliﬂg the
philosaphy’éi common sense empiayed b? the evaluéﬁeﬁ and clients when it/

is at odds with what can be determined as closer to the true nature of

- things, but basically honoring .this fundamentally saun&-knowiadge base

in humans.

As a base' for evaluation, the philéséphy of Moderate Realism adheres
fifmly to the need for (1) examination of one's philosophical assumptions,

(2) selection of operating theories in harmony with these assumptions, and

" (3) selection of appropriate methodologies and forms of analysis that can




translate its philosophical premises and promising theories into action.
Each of these points will be briefly considered by way of final synthesis

of the main points of this paper.

Bl

@) Exéminggiggmgf7?@@1@5§g§i;5}7555pmp§}ans

While it may seem puzzling .or paradoxical for a stated philo-
sophical position to declare itself in need of exéminazign of
its premises, if the philosophy of Moderate Realism is to remain

- on vpen approach, as characterized above, then it must also .

remain open to raex;ﬁinaticn of its premises whenever philosoph- ‘

ical explanations ggmé to lighﬁ. As an example, ii wcuid have

to reexamine its stand with regard to eazh_pfeséntatign in the

already mentioned 71st NSSE Yearbook. Some of Petrie's (1972),

Hawkin's (1972); and Scriven's (1972) vie&s from thiS‘vcluﬁé

have already been cited. _M@&grate Realism would find them exé

tremely supp@rfive ofvits ﬁésitian,vas it would fiﬁd, as'waﬁld

be exéezted-fram a'HDdéfat& Realist, Broudy's (1972) explaﬁétién'

of strictly behavioral inadequacies in the face of the "tacit

5 v kno&ing" characteristics of the "life uses of schooling." Iﬁv_

would certainly also find Krimerman's (1972) Paradigm for a
. "science of antangmy“régmpgtible'with its views of the ﬁreémineﬂt
place of pérsgﬁs, and theilr capacity for antonomous valuﬁtéry
action, in ésychalcgical ané aﬁucatiansl research and evaluation,.
aﬁd would welcome this attempt at develcpmeng of a conception of

science that does not ape that of the "hard" sciences but gives

T T : s S . -7
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(2)

"dignity and distinctiveness back to psychology. To mention

one- last auth@f from this work, the ﬁcderatg Rea;ist position
would fiﬁd Gowin's {(1972) comments on what»makés'educatianal
research distinctive very much in 1inadwigh its concerns.
Gowin urges research in education to find its digtinggivehgss
in the study of educatiodal practice, where it will find that
educational phenomena are ”tnan%zﬁac:ia'.Cat"tiiffe;f:;t:ual),s not aanurali"v
The result of this finding will be recognition of the fact that:
"they (aducatiéﬁalvphenamena) are therefore not likely to yield
laws and other modes of invariance such as the natural séiengas
report in that domain. Whaﬁevar regularities fésear;hers ate.
to fiédriﬁ educational phenomena will have been determinéd-by

human beings in a social context."

Selection of Operating Theories

A;philﬁsophical base such as Moderate Realism might find a

-number of ‘approaches’ at the theoretical level of explanation use-

ful in translating its premises into the realm of preparation for

empirical testing. As such, philosophical positions are essentially

o

) . . - . o o A ;i...... . ‘.77. - -i
eclectic when it comes to theories, and, it is suggested, provide .

the only reasonable means of defense against charges of arbitrariness

in being eclectie, while upholding the necessity for taking this

~course due to our inadequacies in formulating general explanatory

theories that cover all aspecﬁs of the complicated person that is

\ _'

man. \




Moderate Realism would lean to the type of personality theory

proposed by Allport’ (1955, 1961, 1968) for instance, beacause

of his continuous insistence on the personal uniqueness of man,

while attempting to find ways of gathering empirical evidence
"“not in conflict with this insistence; it would cé?tainly not ' oo

discount other personality theafias stressing the ”seif",in

psychclogy, but would overall find Allpgrz's views most co-

extensive with its own. Among sazial'psychalpgical'thearies

it would opt for the kind af:explanstion provided in the writings

of the school of "symbolic interaction’ as prqﬁosad-by Béﬂkéf.
et al. Cl?é%), McCall éﬁd Simmons (1966) and Denzin (1970).
Symbolic Interaction, an outgrowth of Méad'sVC1934)!thiﬁking on
the self and cthers,racgording to Denzin is "a point of view that
gives heavy emphasis to man's ability to guiéa aﬂdidiréét‘his own
activities, that lodges the source of human activity in éngeing
units Sf social érganizaticn; most. commonly social grcupé, éﬁd
théﬁ stiegges tha importance éf-syﬁbolsgjianguagéé, and geétufes
in the formation of social action." Qongta:y to Charters' (1973)
minimization of the place of social psy&hdlagy in educati@n;

. Moderate Realism would see soclal psychélbgiéai considerations as

extremely imprrtant in translating and clarifying its concerns re- o ' :

b gy

gardiﬁg the .nature of groups, .and, espéaially in evaluation, the

AT et

"nature" of a project. Symbolic Interaction, as formulated by
the above-named writers would seem most compatible with Moderate-

‘Realism's and Allport's person-emphasis. .

ERIC

R~ .1 7ox Provided by ERIC




(3).§glaciiqn of Appropriate xeih;éolagv,agé Analysis
As an averridiﬁg-axiam of practice, Moderate Realism, as has
already beeq strongly hinted'abaveg would stress its ﬁ@nreduQE
tionist stand on persons by deliberately seeking "person~noise'
- : : , in its design and mathod@lagyi This wauldrﬂgﬁ.simply be an

attempt to implement & course of dction along the lines of

? Uaipbeii’s (1467) recommendation that ézhocl neople be éné
couraged to beaome research and évaluatioﬁeminéed on theif
own, nor is it simply & question of feedback, but a deliberate
effort to bring in the evaluatéd into evafy aspect of the activity,
in what might be called a prdcess of "dialogue avalgaﬁign,”
éenzering atound regular briefings on the type, purpasés and uses
of all evaluation activities, disregarding any concern about in-
flated "error terms" in this respect. Moderate Realism would see
‘it as more imp@r?antgtc cqn%tantly treat petsqns'as persons thgﬁ
worfyrabcutxpasitivist—tingéd insiéﬁagga on rigorous adheren&e,ﬁc
axperimeﬁtal ideals. |

If this seems a radical view, it must belsqggsséi that Moderate
Realism sides with Krimerman (1§72)'in his £ajectian of a science
Df "speﬁifi; rasp@#ses" "single @pticnﬁ lawg,lgnd "statistical
tendency étatemeﬂts_!..as approximations tq universal laws." it
! . , feels the need,’witﬁ-ﬁrimermaﬁ; fg: a ﬁewrconcepti@ﬁ of sciengé

in psychological and educational rESEérch agd’evaluatioa, and

therefore, for new analytic devices and summarizing techniques.
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Tﬁis is not to imply that it will‘ﬁéi make usé o rhe usual
statistical techniques, but it will make use of them. as
summarizing devices inAa new caﬁEEXt,_ﬁiEhQut the'poéitiv%ét
intransigence regarding some innate power these devices supposedly
have of automatically producing. truth. lﬁ@senk:antz (lé?E) would
also remind pasitivisﬁ'tﬁat even within the tradition of
classical eéperimental.désign; Fisherian and behavioral conceptions’
of significance tests and ragd@mizaticﬁ are not tﬁe same.

Moderate Realism would emphasize with G@wiﬂ-(1972) the
analogous, artificial nature of measurement éevigas in education
and psychology, a view 1iké Meux's (1967) statements in explaigiﬁg
classroom observation instruments. With Scriven (1972), Moderate
Realism~waﬁld emphasize the importance of the right kinds of
"weak," subjective data, and the illusory quality of our so=called
"hard" data. As he notes, "A weak knowledge claim‘is not a
poorly supported kﬁéwledge giaim; it is sui gaﬁefié, . itJisr
likely that most’df our verbalizable kﬂéwledge can only be expressed
in terms of weak knowledge claims and always will be limited to
: v p ) _ _
this."

Moderate Realism would see Metfessel and»Mi:hael's (1967)
elabérate and Qomprehenéive péradigm for evaluation as admirable
in many rgspactés butras uﬁancharea, and in need ;frthé kind'af
Qanﬁexﬁ and direction the philésaphica}fprémisés of a philcéophy
like Moderate Realism could pr@vidggi It wéﬁld suggest further

filling out of their model with Allport's (1968) "morphogenic"




- measuring devices, and with the "identicy" measures from the
anthropological school of thought exemplified by Wallace (1961,
1968). It would perhaps also consider it worthwhile éa attempt
further study of Smith et -al.'s (1967) proposed concept of

v . ' teaching as "rule behavior," especially if further developed in

the light of Krimerman's .(1972) "science of antonomy."

! o ‘ It might recommend initial emphasis on an "explanatory evaluation'

approach, which, though considered "marginal by Scriven in his
I 3 g _ g b

1967 work on the methodology of evaluation, wéuld seem eminently E
useful_if understood in terms of Meux's .(1967) dgfivaticn of

explanation (based on Scriven's earlier work - Lgéé) as the

réductianicf,the ”iﬁgémprehensible;ta its compreiensible parts" .

rather than figérgus establishment of causal laws. Finally, it
might réccmmEﬁd something similér to Webb et al.'s CISEQ)
”tfiaﬁgula;icn” process, with heavy éEEhESiS on the need f@f'
human inferancé over and above, and ﬁette%ing, sta;istical in-

ference of any form. It would consider it imperative that human

inference and human valuatian'aétivity come the férgfrant

in any process of evaluation, consiEEfing‘any process stemming
from its premiS§S having te do with passing judgmént or assessing.
value to be dere;ic: in duty if it ﬂiéragards tﬁaﬁ charaécerisgiz
and ﬁéble human endeavor. centering on the marshalling of all

circumstantical evidence bearing on any particular situation.
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Conclusion

N

This paper began with the declaimer that this was an exercise in
imposition of philosophical conviction. That statement bears repeating,

since statements in the paper might have led to wondering on the part

L1

of the audience whether it had been rétracted. It still stands. Each

one has to arrive at his own cénvié;iéns in philosophy. The paper is
frankly, hcwa&er, méané to provide strong encouragement tO educational
revaluatian to ree#amine iﬁs philosophical assumptions, and an invitation
to evaluation to give some consideration ;E tﬁe benefits,thaz might accrue.

to educational evaluation when it rests on a Moderate Realist base.

This paper, finaily, Eas been pfésaﬁtéd ﬁndéf the general heading
of Follow Through Evaluation in Philadelphia. Thafe is no*queétiag of
anything approaching an oath of ailegiaﬂcerﬁo ﬁéderate Realism in. this
connection either. As is eviﬁént; this author is af thé Moderate Realist
persuasion, and the above—méﬁtigned impligatians for educational evaluation
associated with this position aregras ﬁigﬁt be expected, nét disrégardéé
in the evaluation staff's work, but they are certainl? not imposed. Whaﬁﬁ
aver influéngerthéy_haVE is, in faect, a 1iberatiﬁg oﬁé, allcﬁing the staff

’ to seriously grapple with the large issués surrounding the program,va'fréadﬁm'

that, the papei has argued; samehéw gegsrlost in the rigérsigf anythiﬁg re="

sembling the positivist tradition.
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